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Abstract
The United States has experienced an increase in the number of immigrants arriving from
various countries around the world over the last several decades. In fall 2014, 30% of all public
schools in the United States reported student populations of at least 75% minority compared with
24% in fall, 2004. The percentage of students enrolled in public schools increased from 2004 to
2014 across all racial/ethnic groups (U.S. Department of Education, 2016). The process of
changing teaching and learning practices occurs through professional development. The Every
Student Succeeds Act relies on the research of Desimone et al. (2002), Garet et al. (2001),
Guskey (2003), Hirsh et al. (2014), and Wei et al. (2009) to develop a set of criteria describing
effective professional development. The six ESSA criteria of Job-embedded, Data-driven,
Classroom-focused, Sustained, Intensive, and Collaborative. Professional development also
occurs in either a traditional format or a reform format (Garet et al., 2001). These data indicate
that effective professional development in cultural awareness is needed for teachers to
successfully teach all students in their classrooms.
The purpose of the qualitative study was to survey elementary teachers in select
Minnesota school districts regarding their perceptions of effective professional development
experiences in cultural awareness, the effectiveness of professional development they received in
cultural awareness, their desire for additional professional development in cultural awareness,
and their levels of confidence in incorporating cultural awareness into their teaching practice.
The study of Teachers’ Perceptions and Experiences in Cultural Awareness Professional
Development contributes to the current body of research knowledge by providing new research
supporting the need for more professional development opportunities in cultural awareness, and
the utilization of effective types of professional development that have the most positive impact
on teaching practice.
Study results found that the majority of teacher participants reported they had three or
fewer courses on cultural awareness during their teacher preparation programs, but they had
some professional development opportunities within their school districts. Teachers also reported
that professional development in cultural awareness positively impacted their practice. Study
participants perceived that the most effective type of professional development in cultural
awareness was collaborating with other educators and members of the community and that
professional development opportunities which focused on their learning environments and
teaching practice were preferred.
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Chapter I: Introduction
Introduction
Cultural awareness and consciousness are the foundation of communication and involve
the ability to be aware of cultural values, beliefs, and perceptions (Quape & Cantatora, 2005).
Over the last 10 years, researchers established the importance of cultural awareness during
interactions with people from other cultures. People see, interpret, and assess situations and other
people in ways that reflect their own cultural values. Teachers strive to restructure their
classrooms as "culturally sensitive" and create lesson plans rich with information about the
diversity of students and their families in their classrooms and communities (Morris & Mims,
2012).
Some scholars believed the necessity for culturally conscious teaching was based on
three premises: (a) multicultural education and educational equity and excellence are deeply
interconnected; (b) teacher accountability involves being more self-conscious, critical, and
analytical of his/her own teaching beliefs and behaviors; and (c) teachers need to develop deeper
knowledge and consciousness about teaching content, how, and to whom (Danielewicz, 2001;
Gay & Airasian, 2000; Ladson-Billings 2001; Palmer, 1998; Schon 1983; Valli 1992; Zeichner
& Liston 1996).
The quantitative study focuses on examining teachers’ levels of understanding in cultural
awareness in select rural and urban Minnesota elementary classrooms. Darling-Hammond, Wise
and Klein (1995) described the need for culturally competent teachers with new skill sets as
follows:
If all children are to be effectively taught, teachers must be prepared to address the
substantial diversity and experiences children bring with them to school-the wide range
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of languages, cultures, exceptionalities, learning styles, talents, and intelligences that in
turn requires an equally rich and varied repertoire of teacher strategies. In addition,
teaching for universal learning demands a highly developed ability to discover what
children know and can do, as well as how they think and how they learn, and to match
learning and performance opportunities to the needs of the individual children. (p. 2)
The study also examines teachers’ perceptions of the effectiveness of professional
development in which they have participated on the topic of cultural awareness and what further
professional development is needed for greater understanding of the topic. The study results will
be helpful to school leaders in planning future professional development opportunities. In her
work on culturally responsive teaching, Gay and Airasian (2000), advised teachers to become
more culturally responsive by working to expand their knowledge with ethnically and culturally
diverse heritages and social practices.
Conceptual Framework
According to Roberts (2010) a theoretical framework provides “a lens through which a
research problem is viewed” (p. 129). For the purposes of the study, Howard’s research provides
the conceptual framework for the problem of the study. In Howard's opinion (2007), continuing
with business as usual will mean failure or mediocrity for too many students, illustrated by data
related to racial, cultural, linguistic, and economic achievement gaps. Howard presented
significant theories–such as minimal group paradigm, critical race theory, and social dominance–
and described how these theories explained white dominance and how teachers can participate in
actions to increase their cultural awareness. Further, he asserted that rapidly changing student
demographics requires an engagement in various, ongoing, systematic process of professional
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development to prepare all educators in the school to function effectively in a highly diverse
environment.
Assumptions
Roberts (2010) defined assumptions as the aspects of the study that you “take for
granted” (p. 139). The following assumptions were identified by the researcher in conducting the
study:
-

Study participants answered the questions honestly and without reservation.

-

Study participants understood the meaning of cultural awareness.

-

Responses received from participants accurately reflected their professional opinions.

-

The convenience sample studied was not representative of the total population of
Minnesota’s elementary teachers.

-

Teachers are licensed Minnesota teachers and have students in their classrooms from
a variety of cultures and backgrounds.

Statement of the Problem
According to the review of literature, the United States has experienced an increase in the
number of immigrants arriving from various countries around the world over the last several
decades. In fall 2014, 30% of all public schools in the United States reported student populations
of at least 75% minority compared with 24% in fall, 2004. The percentage of students enrolled in
public schools increased from 2004 to 2014 across all racial/ethnic groups (U.S. Department of
Education, 2016).
Nearly 14 million new immigrants–documented and undocumented–settled in the United
States from 2000 to 2010. Less than 10% of these immigrants came from nations in Europe
(Gorski, 2017). The majority of immigrant students came from Mexico, nations in Asia, and
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nations in Latin America, the Caribbean, and Central America (Camarota, 2011). These
population statistics reflect substantial demographic changes in rural, urban, and suburban school
districts in the United States. This poses a relatively new concern for teachers since increasing
numbers of students from a variety of cultures and backgrounds have enrolled in their
classrooms; teachers may not believe they fully understand or are able to adapt their teaching to
meet the educational and individual needs of their students. There is little research on how
teachers can become more knowledgeable about the various cultures of students within their
classrooms. To ensure that students experience educational equity, an examination of teachers’
levels of knowledge about the variety of cultures of students in their classroom is important.
Additionally, information regarding the types of professional development needed to help
teachers respond to the cultural differences in their classrooms would benefit both students and
teachers in the teaching-learning process.
In 1998, of 47 million public school students, nearly 40% were from linguistically and
culturally diverse backgrounds not typically served by United States schools (Howard, 2002).
Projections indicated that by the year 2035, children from different cultural backgrounds will
represent the statistical majority and by 2050 they will comprise 57% of all students in public
schools (Villegas & Lucas, 2002,). Students from different cultures and backgrounds provide
opportunities for both students and teachers to learn from each other, broaden their perspectives
and worldviews, and learn and share information about different lifestyles, belief systems, and
traditions (Aboud & Fenwick, 1999; Stern-LaRosa & Bettman, 2000). There is limited research
on the types of professional development that would assist elementary teachers in select
Minnesota school districts in increasing cultural understanding within their classrooms which
would result in more equitable classroom environments for learning.
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Purpose of the Study
The purpose of the study was to survey elementary teachers in select Minnesota school
districts regarding their perceptions of effective professional development experiences in cultural
awareness, the effectiveness of professional development they received in cultural awareness,
their desire for additional professional development in cultural awareness, and their levels of
confidence in incorporating cultural awareness into their practice. The results of the study should
prove beneficial to teachers and administrators in planning for the type and quantity of
meaningful professional development on the topic of cultural awareness. Meaningful
professional development should lead to more confident teachers in teaching diverse
populations; this can positively affect student learning.
Research Questions
1. How did elementary teachers in select Minnesota school districts rate their confidence
levels in understanding cultural awareness as related to their practice?
2. What did elementary teachers in select Minnesota school districts report as the
number of classes on cultural awareness that were offered as part of their teacher
preparedness programs; the types of professional development in cultural awareness,
if any, that were provided by their school districts, and whether their school districts’
professional development on cultural awareness positively impacted their
instructional practice?
3. What did elementary teachers in select Minnesota school districts identify as their
interest in receiving additional training on identifying and addressing cultural
awareness within their practice?
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4. What did elementary teachers in select Minnesota school districts rank as most to
least effective types of professional development on the topic of cultural awareness?
5. What did elementary teachers in select Minnesota school districts report as their years
of teaching experience and the size of their school districts.
Significance of the Study
Successfully teaching students from culturally and linguistically diverse backgrounds–
especially students from historically marginalized groups–requires the knowledge and the
application of teaching techniques specific to cultural consciousness. This new demand for
teachers challenges the traditional view of teaching; teaching must now be grounded in an
understanding of the role of culture and language in learning (Villegas & Lucas, 2002).
Professional development is a method for teachers to learn different strategies for teaching
students from various backgrounds. There is limited research and information of effective
professional development for teachers working with students from different backgrounds and
cultures. To ensure successful professional development opportunities, school leaders would
benefit from understanding teachers’ views on professional development in the area of cultural
awareness, their level of confidence in understanding cultural consciousness and its impact on
their teaching, and teachers’ desire for additional professional development that would facilitate
effective teaching of diverse populations.
In Howard's opinion (2007), continuing with business as usual will mean failure or
mediocrity for too many students, illustrated by data related to racial, cultural, linguistic, and
economic achievement gaps. Further, he asserted that rapidly changing student demographics
requires an engagement in various, ongoing, systematic processes of professional development to
prepare all educators in the school to function effectively in a highly diverse environment. While
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there is ample research regarding the changing demographics in United States Schools and the
need for teachers to be prepared to teach a variety of students, there is no comparable research to
illustrate the training provided to address the issues of cultural understanding. The study will
benefit administrators in their implementation of effective professional development related to
raising cultural consciousness to benefit teaching and students.
Delimitations
According to Roberts, (2010) study delimitations are based on decisions made by the
researcher that limit or set boundaries for the scope of the study. Delimitations are in control of
the researcher and are made clear what will be included in the student and what will be left out
(Roberts, 2010). Delimitations of the study include:
-

The researcher selected the time of year in which the study was conducted.

-

The study was limited to elementary teachers in the Minneapolis urban and rural
school districts in Minnesota.

-

Participants were practicing elementary school teachers who served students in
Minnesota elementary classrooms.

-

The study only asked about teachers’ professional development opportunities and
quality exclusively related to cultural awareness in the classroom.

Definitions of Key Terms
Roberts (2010) recommended that terms used in a study should be defined to provide an
appropriate context for understanding the research. There are many terms that are pertinent to the
study and benefit the reader in understanding the study’s focus. This section discusses terms that
are relevant to the study.
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Culture: Culture is notoriously difficult to define. “Every culture is characterized, and
distinguished from other cultures, by deeply rooted and widely acknowledged ideas about how
one needs to feel, think, and act as a functioning member of the culture” (Bornstein, 2015). The
beliefs, customs, arts, etc., of a particular society, group, place, or time, a particular society that
has its own beliefs, ways of life, art, etc., a way of thinking, behaving, or working that exists in a
place or organization (such as a business) (Gilman, 1989). It is also defined as: a social system of
meaning and custom that is developed by a group of people to assure its adaptation and survival.
These groups are distinguished by a set of unspoken rules that shape values, beliefs, habits,
patterns of thinking, behaviors, and styles of communication (Scott, 2008).
Cultural Awareness: Someone's cultural awareness is their understanding of the
differences between themselves and people from other countries or other backgrounds, especially
differences in attitudes and values. ...programs to promote diversity and cultural awareness
within the industry (Green, 1982).
Cultural Competence: Cultural competence is defined as a set of congruent behaviors,
attitudes, and policies that come together in a system, agency, or among professionals and
enables that system, agency, or those professionals to work effectively in cross-cultural situations
(Cross et al., 1989; Isaacs & Benjamin, 1991).
Cultural Consciousness: Cultural consciousness can be defined as the process of
developing awareness of culture in the self, which can result in expanding understandings of
culture and developing deeper cultural knowledge about other individuals and contexts. Culture
in this process can be understood as the set of shared attitudes, values, beliefs, behavioral
standards, goals, and practices that characterize an institution, organization, or group. As noted
by Geneva Gay, we may not be consciously aware of it, but our thoughts, beliefs, and behaviors
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are determined by culture that in turn influences our teaching and learning practices (Banks,
2012).
Diversity: The wide range of national, ethnic, racial and other different backgrounds of
U.S. residents and immigrants that form social groupings that co-exist in American culture. The
term is often used to include aspects of race, ethnicity, gender, sexual orientation, class and much
more (Arnot, 1991).
Educational Equity: This term, as defined by Singleton and Linton (2006), is “raising
the achievement of all students, while narrowing the gaps between the highest and lowest
performing students, and eliminating the racial predictability and disproportionality of which
student groups occupy the highest and lowest achievement categories” (p. 46).
Minnesota Elementary Teacher: The teacher of elementary education is authorized to
teach all subjects to children in kindergarten through grade (Minnesota Statute 2017, section
8710.3200, Subpart 1).
Multicultural Education: Multicultural education refers to any form of education or
teaching that incorporates the histories, texts, values, beliefs, and perspectives of people from
different cultural backgrounds. At the classroom level, for example, teachers may modify or
incorporate lessons to reflect the cultural diversity of the students in a particular class. In many
cases, “culture” is defined in the broadest possible sense, encompassing race, ethnicity,
nationality, language, religion, class, gender, sexual orientation, and “exceptionality” –a term
applied to students with specialized needs or disabilities (Schmieder, 1973).
Professional Development: In education, the term professional development may be
used in reference to a wide variety of specialized training, formal education, or advanced
professional learning intended to help administrators, teachers, and other educators improve their
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professional knowledge, competence, skill, and effectiveness (Glossary of Education Reform,
2013).
Racial Consciousness: As defined by Pollock (2008), racial consciousness is “your
awareness of how on a daily basis, complex individuals live lives as racial group members, treat
one another in racial factors, and experience racially unequal systems” (p. 341).
Rural Area: The term “rural area” is defined under § 343(a) of the Consolidated Farm
and Rural Development Act, which specifies “a rural area is not a city or town that has a
population of more than 50,000, or an urbanized area contiguous and adjacent to a city or town
of 50,000 or more; therefore, all other areas are rural areas” (Bibby & Sheppard, 2004, p. 1).
Minnesota Rural School District: Outside the seven-county Twin Cities metro area and
excluding school districts over 7500: Duluth, Elk River, Mankato, Rochester, and St. Cloud
(Minnesota Rural Education Association, n.d.).
Minnesota Urban School District: Twin Cities metro area and school districts with over
7500 students (Minnesota Rural Education Association, n.d.).
Summary
Chapter I outlined the seriousness and need for professional development in cultural
awareness for select Minnesota elementary teachers. The chapter included the study’s
introduction, statement of the problem, purpose, delimitations, research questions and
definitions. Chapter II presents an extensive related literature review in professional development
and cultural awareness. The literature review identified three themes in professional development
and cultural awareness. The themes included are teacher preparedness in cultural awareness
including demographic changes in the United States and impacts; effective professional
development strategies; and professional development opportunities within cultural awareness.
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Chapter III discusses the methodology used in the study. Chapter IV summarizes the
findings of the study. Chapter IV presents the conclusions, discussion, limitations, and
recommendations for further research and professional practice to support teachers and their
professional development in the area of cultural awareness.
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Chapter II: Review of Related Literature
Every student is a unique individual with unique characteristics that include strengths
and challenges. A student’s unique needs could be attributed to learning styles, learning
experiences, religion, social class, race, and ethnicity, sexual orientation, and physical
and mental abilities. (Gleason & Gerzon, 2014, p. 25)
Introduction
In the review of literature, it was confirmed that the United States has experienced an
increase in the number of immigrants arriving from various countries from around the world.
The nation’s immigrant population reached 40 million in 2010, the highest number in the
nation’s history (Camarota, 2011). In fall 2014, 30% of all public schools in the United States
reported student populations of at least 75% minority compared with 24% in fall, 2004. The
percentage of students enrolled in public schools increased from 2004 to 2014 across all
racial/ethnic groups (U.S. Department of Education, 2016).
Teachers are responsible for educating all students regardless of race, ethnicity and
differing cultural backgrounds; the fact is that student populations are constantly changing. To
assure that teachers are prepared to teach increasingly diverse student populations, there is a need
to examine the quantity and type of professional development offered to teachers on the topic of
cultural awareness.
The review of literature led to the identification of three themes related to professional
development and teachers’ cultural awareness. The themes included: 1) Demographic changes in
United States Public Schools and teacher preparedness in cultural awareness; 2) Effective
professional development models; and, 3) Professional development opportunities for teachers in
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cultural awareness. These three areas were selected based on the findings in the literature
regarding education and changing cultures classrooms across the United States.
If strong relationships with all children are at the heart of educational equity, then it is
essential to acknowledge differences in children’s lived experiences. To ensure that we
create schools that are socially just, educators must overcome silences about such aspects
as ethnicity and social class. (Shields, 2014)
Trumbull and Pacheco (2005) reported that most school districts in the United States
expect teachers to meet certain standards on cultural competencies before receiving licensure or
certification. However, a great number of teachers need continued professional development to
build their cultural competencies-the skills and awareness related to issues such as culture,
language, race, and ethnicity (p. 24).
Changing Demographics in United States Public Schools
Demographic changes discussed in the literature particularly focused on the changes in
student demographics in United States classrooms and how teachers met the educational needs of
all students through the use and understanding of culturally responsive practices. Although the
United States public education system espouses to offer all children equal educational
opportunities and high-quality schooling, academic and social inequities pervade public schools
(Cooper, 2009).
In fall 2014, the percentage of students enrolled in public elementary and secondary
schools who were White was less than 50% (49.5%) for the first time since data were reported
and represents a decrease from 58% from fall 2004. The number of White students decreased
from 28.3 million in 2004 to 24.9 million in 2014. In contrast, the number of Hispanic students
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during this period increased from 9.3 million to 12.8 million. These population statistics reflect
the fact that substantial demographic changes have been taking place in rural, urban, and
suburban schools (Sazone et al., 2014). “America is a nation of immigrants. That diversity is the
backbone of our arts, industry, and culture” (US Department of Homeland Security, 2015, para
1). According to Crouch et al. (2012), trends in immigration and birth rates indicated that soon
there will be no majority racial or ethnic group in the United States (p. 113). Hodgkinson (2002)
stated:
Future population growth in the United States continues to be uneven–61% of the
population increase in the next 20 years will be Hispanic and Asian, about 40% Hispanic
and 20% Asian; but then, as now, 10 states will contain 90% of the Hispanic population,
10 will contain 90% of the Asian population, and 7 will do both. If we look at what
changes America, it is 1 million immigrants a year, 4 million births, 2 million deaths, and
43 million people moving each year. Transience is a major factor in crime rates, poor
health care, and poor-performing schools and states. (The teacher who has 24 students in
September and still has 24 in May, but with 22 of the 24 different from those he or she
started with, is the heart of the issue. (pp. 103-104)
According to the National Center for Education Statistics, between 2000 and 2015, the
percentage of students enrolled in public elementary and secondary schools who were White
decreased from 61% to 49%. The percentage of Black students also decreased during this period,
from 17% to 15%. In contrast, there was an increase in the percentage of students enrolled in
public schools who were Hispanic (from 16% to 26%) and Asian/Pacific Islander (4% to 5%)
during this time period. The percentage of students enrolled in public schools who were
American Indian/Alaska Native remained around 1% from 2000 to 2015. The percentage of
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students enrolled in public schools who were of two or more races increased between 2008 (the
first year for which data are available) and 2015 from 1% to 3% (Musu-Gillette et al., 2016).

(Source: Musu-Gillette et al., 2016).
The percentage of students in public schools in the United States who were English
Language Learners was higher in school year 2014-2015 with 9.4%, or an estimated 4.6 million
students, than in 2004-2005 with 9.1%, or an estimated 4.3 million students, and 2013-2014 with
9.3%, or an estimated 4.5 million students (Sanzone et al., 2014). Similarly, the National Center
for Educational Statistics (2003) reported that approximately 40% of children in the United
States public school systems were from culturally diverse backgrounds and only 10% of K-12
teachers were non-white.
As educators addressed the demographic divide (Gay & Howard, 2000), many teachers
faced the fact that students have cultural, ethnic, linguistic, racial, and social class backgrounds
different from their own. Harvard professor, Tamer stated (2014), “The more work schools can
do to improve race relations and attenuate stereotypes and stereotype threat based on
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immigration status, ethnicity, and race, the more immigrant youth and their U.S.-born peers”
(p. 2).
Data from the United States Department of Commerce, Census Bureau revealed that
student populations in the United States have become more diverse and the pattern of the
population change is expected to continue. Research also indicated that while student
demographics are changing, teachers are primarily white. “Nearly 90% of the public school
teachers in this country are white, while approximately 38% of the student population is
composed of racial/ethnic minority students” (Zeichner, 2003, p. 497). Tamer (2014) continued
that teachers in new immigrant destinations–places that are seeing rapidly increasing numbers of
immigrants–often find themselves faced with a host of unexpected issues: immigrant students’
unique socio-emotional needs, community conflict, a wider range of skills in English, lack of a
common language for communication with parents, and more (p. 4). The passage of the
Elementary and Secondary Education act of 2001, known as the “No Child Left Behind”,
heightened awareness in public schools about minority students and the gap in achievement for
these students (Bell McKenzie & Scheurich, 2004, Singlteon, 20005).
Information found in the literature review indicated that immigrant students in United
States public school classrooms encounter many obstacles. Colombo, (2005) reported that
difference in demographics can make classrooms and schools feel unsafe for some students and
can challenge teachers with classrooms of more than 20 students who not only have different
learning styles, but also are new to the English language and United States school systems in
general. Many culturally and linguistically diverse students may feel like they are moving from
one world to another as they transition from home to school (p. 1).
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Howard (2007) explained that the problem of the achievement gap is the responsibility of
teachers who interact with children from diverse backgrounds on a daily/hourly basis. He
explained that teachers must not only focus on teaching core standards but also provide
emotional support for students in order for them to learn (p. 197). “Changes in demographics
have highlighted the need to focus on cultural issues directly in the classroom” (Rudea &
Stillman, 2012). Howard also stated that students who come from different cultures and
backgrounds from their teachers may have different expectations from adults, different
experiences from their teachers and may have a different outlook on learning (p. 198). “Many
teachers fail to appreciate real similarities and differences between their understanding of their
own ‘world’ and that of their diverse students” (Nieto & Bode, 2008, p. 27). Therefore, it is
essential that teachers understand these characteristics and teach students with the intelligence
and sensitivity to support each student to acquire his/her full social and academic potential
(Keengwe, 2010, p. 198).
Teachers who understand and appreciate the differences among their students can provide
a rich education and influence a child's personal perception of culturally different people
(Darling-Hammond & Friedlaender, 2008). Darling-Hammond and Friedlander stated that
teachers with these skills can make an impact not only on the student but also on the student’s
family and the school system.
“The vision of practice that underlies the nation’s reform agenda requires most teachers
to rethink their own practice, to construct new classroom roles and expectations about student
outcomes, and to teach in ways they have never taught before–and probably never experienced
as students” (Nelson & Hammermann, 1996, p. 17). Therefore, the educational system placed
extra stress on teachers to develop and practice new ways of educating children. Teachers have
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an opportunity to change the way they teach students. When teachers change the way they teach,
they are changing the educational system as a whole. “Teachers are in a position to help end the
‘culture wars’ by activating dual purposes of culturally responsive teaching” (Kline Chartock,
2010, p. 4).
Scholars agree that teachers need to teach with a cultural consciousness of who is in their
classroom. Howard (1999) believed that a culturally conscious classroom engages five key
arenas of learning. These five important arenas included: “to know who we are racially and
cultural, to learn about and value cultures different from our own view, to view social reality
through the lens of multiple perspectives, to understand the history and dynamics of dominance
and to nurture in ourselves and our students a passion for justice and the skills for social action”
(p. 81).
Teacher Preparedness in Cultural Consciousness
Research indicated that, unfortunately, many teachers are not prepared to teach students
from different cultures or have never had the opportunity to learn about other cultures. Milner
(2006) found that teachers who believed they were not prepared or had not been exposed to
cultures other than their own often felt threatened or afraid to make the changes needed to impact
the United States educational system as a whole. Milner continued that as teachers begin to
grapple with real and authentic issues that could bring them into new levels of consciousness, it
can simultaneously result in change in their classrooms. In other words, “what teachers think
shows up in what they actually do” (p. 85). Villegas and Lucas (2002) also contended that it is
important for teachers to see themselves as part of a community of educators working to make
schools equitable for all students as they continue to make progress toward greater cultural
responsiveness in schools.
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Educators need to be accountable in serving a diverse and changing public (Cooper,
2009). Substantial research suggested that well-prepared, capable teachers have the greatest
impact on student achievement (Darling-Hammond, 2000). In contrast, there is evidence to
suggest that teachers who have been engaged in programs with more critical models of
multicultural education are more receptive and responsive to diverse students who may need
additional academic support (Ball, 2009).
Students need teachers who are prepared with the knowledge, strategies, support, and
courage to make curriculum, instruction, student engagement and family partnerships culturally
responsive (Cooper, 2009). Despite increasing demands for teachers to teach for equity, diversity
and global interconnectedness, colleges of education are not producing teachers with such
knowledge and skills (Merryfield, 2000). Merryfield continued that it is important that teachers
are ready to teach children from different cultures because it reduces prejudice, affects
achievement, and improves students’ overall ability to perform in classrooms every day.
A review of related literature also suggested that institutions of higher learning may fail
to prepare teachers for the important task of educating students from other cultures and
backgrounds. Data collected from Teacher Quality: A Report on the Preparation and
Qualifications of Public School Teachers (Lewis et al.,1999) reported that while most teachers
reported they were either “moderately” or “somewhat” well prepared in the classroom, 17% of
teachers did not feel at all prepared to address the needs of culturally diverse students with
limited English proficiency (Lewis et al., 1999; NCES, 2002). Ladson-Billings (2001) agreed,
“A great majority of preservice teachers who wish to teach in diverse racial, ethnic and
socioeconomic settings are unprepared for the cultural diversity they will face in those schools
because they have learned little or nothing about it” (p. 241). He continued to opine that

28
institutions of higher learning often have standards that they use to educate teachers but fail to
prepare teachers to look at the child as a whole and see what information students can bring to
the classroom. Rueda and Stillman (2012) reported “One of the most important skills we need to
develop in PreK-16 teachers is their ability to build on the knowledge that students bring into
classrooms, particularly that knowledge which is shaped by their family, community, and
cultural histories” (p. 251). Ray, Bowman, and Robbins (2006) found, “There is evidence to
suggest that most teacher education faculty are ill prepared to train preservice teachers for the
diversity challenges of the twenty-first century” (p. 57). Although in the last few years many
teacher pre-service education programs have tried to incorporate classes in cultural awareness,
there is usually only one or two credit classes offered and often does not address the core of the
issues that teachers are face in their classrooms (Abington-Pitre, 2015). In an article in the
Journal of Teacher Education, Villegas and Lucas (2002) stated:
Successfully teaching of students from culturally and linguistically diverse backgroundsespecially students from historically marginalized groups-involves more than just
applying specialized teacher techniques. It demands a new way of looking at teaching
that is grounded in an understanding of the role of culture and language in learning. A
central role of the culturally and linguistically responsive teacher is to support students’
learning by helping them build bridges between what they already know about a topic
and what they need to learn about it. (p. 29)
Villegas and Lucas (2002) identified six characteristics in preservice teacher education programs
that can be intertwined within current programs, coursework and field experience to better
prepare conscious teachers. The descriptions of their six characteristics are as follows:
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1. Sociocultural consciousness means understanding that one’s way of thinking,
behaving, and being is influenced by race, ethnicity, social class, and language.
Therefore, prospective teachers must critically examine their own sociocultural
identities and the inequalities between schools and society that support
institutionalized discrimination to a privileged society based on social class and skin
color. Teacher candidates must inspect and confront any negative attitudes they might
have toward cultural groups.
2. An affirming attitude toward students from culturally diverse backgrounds
significantly impacts their learning, belief in self and overall academic performance.
By respecting cultural differences and adding education related to the culture of the
students, programs become inclusive.
3. Commitment and skills to act as agents of change enable the prospective teacher to
confront barriers/obstacles to change, and develop skills for collaboration. As agents
of change, teacher assists schools in becoming more equitable over time.
4. Constructivists’ views of learning contend that all students are capable of learning,
and teacher must provide scaffolds between what students already know through their
experience and what they need to learn. Constructivist teaching promotes critical
thinking, problem solving, collaboration, and the recognition of multiple perspectives.
5. Learning about students’ past experiences, home and community culture, and world
both in and outside of school helps build relationships and increase the prospective
teachers’ use of these experiences in the context of teaching and learning.
6. Culturally responsive teaching strategies support the constructivist view of
knowledge, teaching, and learning. As teachers assist students to construct
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knowledge, build on their personal and cultural strengths, and examine the curriculum
from multiple perspectives, an inclusive classroom environment is created. (NCES,
2002, pp. 5-6)
Many teacher education programs have the challenge of better preparing preservice
teachers to respond appropriately to the diversity they are likely to encounter in the classroom
(Jones, 2014). As a result, there is a growing pressure and focus on higher education faculty
members to provide diversity experiences for student teachers to help them develop cultural
skills as well as cultural knowledge and understanding of similarities and differences
between/among cultures (Keengwe, 2010). Establishing sound pedagogy rooted on cultural
understanding of the students is also critical given that racial, cultural, and linguistic integration
has the potential to increase academic success for all learners (Smith, 2004). “Institutions of
higher learning must focus on cultural and linguistic diversity because there are so many
preservice teachers, who, for instance, hold various misconceptions, false beliefs, stereotypes,
and erroneous attitudes about people who are different from them” (Vaughn 2005). In an
environment of changing demographics, it is essential that teachers continue to develop
competencies in educating across cultures (Delgado et. al (2013). “Teacher preparedness is
linked to student achievement, yet teachers regularly enter the professional unprepared; inservice training, or professional development activities offered within schools and districts are
increasingly used to remedy this situation” (Bayar, 2014).
Professional Development Strategies
Ball and Cohen (1999) reported that, “Professional development for teachers is a key
mechanism for improving classroom instruction and student achievement” (p. 31). Research
showed that there are impressive statistics on how effective professional development can be on
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students’ success. Yoon et al. (2007) found that teachers who receive substantial professional
development-an average of 49 hours in the nine studies–can boost their students’ achievement by
about 21 percentile points and teachers who had more than 14 hours of professional development
showed a positive and significant effect on student achievement from the professional
development” (p. 6). Similarly, Ingvarson, Meiers, and Beavis (2005) stated:
Professional development for teachers is now recognized as a vital component of policies
to enhance the quality of teaching and learning in our schools. Consequently, there is
increased interest in research that identifies features of effective professional
development for teachers. (p. 10)
While there is increased interest in professional development, the literature illustrated there are
still many educational institutions that need a clearer definition of what professional
development should be required, how often professional development should occur and what
kind of professional development is the most effective. Teacher professional development has
the potential to be the strongest forward movement in education that affects students’ learning.
The National Staff Development Council defined professional development as, “a
comprehensive, sustained and intensive approach to improving teachers' and principals'
effectiveness in raising student achievement” (NSDC, 2011). Similarly, the Glossary of
Education Reform (2013) defines professional development as, “may be used in reference to a
wide variety of specialized training, formal education, or advanced professional learning
intended to help administrators, teachers, and other educators improve their professional
knowledge, competence, skill, and effectiveness.”
After reviewing the various definitions of professional development, a review of
literature found that the main difference between the definitions was how the professional
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development was executed. For example, Mayer and Lloyd (2011) defined professional
development as, “activities that teachers engage in to improve their practice, while learning
implies how a teacher’s practice actually changes, sometimes as a result of professional
development, but also a result of the everyday planned and unplanned activities that teachers are
involved with in their classrooms” (p. 23). Professional development opportunities offered in
educational institutions were often created and led by administration or by a group of teacher
leaders whose focus was on professional development. Administrators found that teachers
focused more on professional development that was controlled and owned by teachers (Wilson &
Berne, 1999). What mattered most was quality teachers and teaching, supported by strategic
professional development that is helpful to their practice (Rowe, 2003).
A review of literature revealed that teachers in United States classrooms believed their
professional development opportunities were not effective or helpful. A common complaint from
these teachers was that although high quality professional development was mandated by their
school districts, there remained a shortage of such programs-characterized by coherence, active
learning, sufficient duration, collective participation, focused on content knowledge, and reform.
Instead, teachers experienced traditional approaches of professional development such as sitting
in auditoriums learning about topics that may not be applicable to their students or their practice.
A particular criticism is the prevalence of single-shot, 1-day workshops that often make teacher
professional development “intellectually superficial, disconnected from deep issues of
curriculum and learning, fragmented, and noncumulative (Ball & Cohen, 1999, pp. 30-32).
It can be assumed that teachers want high quality professional development to close
achievement gaps, learn updated strategies to use for changing times, and is focused on how to
meet the educational requirements and standards for all students. In 2001 the Individuals with
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Disabilities Education Act identified five criteria for high quality professional development.
These criteria included:
1. Professional Development is sustained, intensive, and content focused- to have a
positive and lasting impact on classroom instruction and teacher performance.
2. Professional Development is aligned with and directly related to state academic
content standards, student achievement standards, and assessments.
3. Professional Development improves and increases teachers’ knowledge of the
subjects they teach.
4. Professional Development advances teachers’ understanding of effective instructional
strategies founded on scientifically based research.
5. Professional Development is regularly evaluated for effects on teacher effectiveness
and student achievement. (Guskey, 2002)
There is a body of research that found in order to change practice; teacher learning
opportunities must have some common elements (Guskey, 2002). The National Staff
Development Council (NSDC) created a set of professional development standards for educators
that could be systematically utilized to design qualified professional development programs that
would impact student achievement. The standards included:
Context Standards
LEARNING COMMUNITIES: Staff development that improves the learning of all
students organizes adults into learning communities whose goals are aligned with those
of the school and district.
LEADERSHIP: Staff development that improves the learning of all students requires
skillful school and district leaders who guide continuous instructional improvement.
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RESOURCES: Staff development that improves the learning of all students requires
resources to support adult learning and collaboration.
Process Standards
DATA-DRIVEN: Staff development that improves the learning of all students uses
disaggregated student data to determine adult learning priorities, monitor progress, and
help sustain continuous improvement.
EVALUATION: Staff development that improves the learning of all students uses
multiple sources of information to guide improvement and demonstrate its impact.
RESEARCH-BASED: Staff development that improves the learning of all students
prepares educators to apply research to decision making.
DESIGN: Staff development that improves the learning of all students uses learning
strategies appropriate to the intended goal.
LEARNING: Staff development that improves the learning of all students applies
knowledge about human learning and change.
COLLABORATION: Staff development that improves the learning of all students
provides educators with the knowledge and skills to collaborate.
Content
EQUITY: Staff development that improves the learning of all students prepares educators
to understand and appreciate all students, create safe, orderly and supportive learning
environments, and hold high expectations for their academic achievement.
QUALITY TEACHING: Staff development that improves the learning of all students
deepens educators’ content knowledge, provides them with research-based instructional
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strategies to assist students in meeting rigorous academic standards, and prepares them to
use various types of classroom assessments appropriately.
FAMILY INVOLVEMENT: Staff development that improves the learning of all students
provides educators with knowledge and skills to involve families and other stakeholders
appropriately. (National Staff Development Council [US], 2001)
Some researchers suggested that professional development opportunities must be
ongoing, collaborative, supported by both modeling and coaching, authentic to the classroom and
school, allow educators to collaborate and reflect, and foster support for teachers to be adaptive
and take risks testing new teaching ideas (Darling-Hammond &McLaughlin, 1995; Fullan et al.,
2005).
Fullan wrote that one of the most significant problems with professional development as
it existed in many schools was the absolute absence of any correlation between what teachers
learn and what they do in their classrooms. Too many teachers reported a disconnected feeling
between their classroom instructional practices and the professional development meetings they
attend (Fullan, et al, 2005). The unfortunate reality seems to be that many professional
development activities are not providing teachers with the necessary tools to help them improve
teaching techniques and become more effective and better equipped to address and meet their
student’s needs.
The Every Student Succeeds Act (ESSA) of 2015 expanded upon No Child Left Behind
when it, “legislates that professional development is aligned with high-quality research and with
evidence that it improves teaching and learning” (Combs & Silverman, 2017, p. 14). This
legislation identified six criteria of high-quality professional learning: sustained, intensive,
collaborative, job-embedded, data-driven, and classroom-focused. The ESSA legislation did not
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provide explicit definitions of these criteria, which led Frontline Research Institute to develop
“succinct and measurable definitions” (Combs & Silverman, 2017, p. 12). The definitions
developed from the research and serve as a guide for evaluating professional development:
● Sustained: taking place over an extended period; longer than one day or a one-time
workshop,
● Intensive: focused on a discrete concept, practice, or program,
● Collaborative: involving multiple educators, educators and coaches or a set of
participants grappling with the same concept or practice and in which participants
work together to achieve shared understanding,
● Job-embedded: a part of the ongoing, regular work of instruction and related to
teaching and learning taking place in real time in the teaching and learning
environment,
● Data-driven: based upon responsive real time information about the needs of
participants and their students,
● Classroom-focused: related to the practices taking place during the teaching process
and relevant to instructional processes (Combs & Silverman, 2017).
The Frontline Research study concluded that, “most professional development offered
and enrolled in today does not meet the federal definition of quality” (Combs & Silverman,
2017, p. 5).
Professional Opportunities within the Area of Cultural Awareness
The need for professional development in cultural awareness extends beyond the rapidly
changing demographics in the United States. Gay and Kirkland (2003) found three main reasons
why ongoing training in educating students from various backgrounds is necessary:
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1. Multicultural education and educational equity and excellence are deeply
interconnected
2. Teacher accountability involves before more self-conscious, critical, and analytical of
one’s own teacher beliefs and behaviors
3. Teachers need to develop deeper knowledge and consciousness about what is to be
taught, how, and to whom. (p. 185)
There has been research conducted on all three of the reasons identified by Gay and
Kirkland and why they are important in teaching students from different cultures. Gay and
Airasian (2000) conducted significant research on academic excellence and culturally responsive
teaching. She found that students respond best to a positive, caring teacher. These students also
admired teachers who respected their cultural backgrounds, ethnic identity and who held them
accountable for high-quality academic, social and personal performance. Cooper et al. (2011)
also agreed that professional development activities that engage educators in critical examination
of their beliefs and identities with the goal of increasing self-understanding, encouraged teachers
to not only be aware of their potential biases but also focus on explicit visions, goals, and
practical theories that guide teacher actions and interactions with all students (p. 581).
The United States continues to experience population growth and ethnic groups have
become larger; the changing demographics of society demand that citizens learn to live happily,
thoughtfully, and productively in a pluralistic nation. Effective multicultural education or antibias education aims to provide students the ability to learn, work, and live together harmoniously
(Lindquist, 1997).
Teachers must know their students and transfer some of their power to their students.
When teachers know their students and incorporate students’ voices and experiences into the
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classroom, students will not only feel valued but will learn and become more successful in
school leading to increased student achievement and future opportunities in life. Gay and
Airasian (2000) stated:
Children are our most valuable resource and investment for the future. They are far more
precious that limitless amounts of money, unchallenged fame, or the most expensive
gems. They are our best investment in the future. If they do not receive a high-quality
education, the promise of a rich future will be unfulfilled. Let us act now to prevent such
an unthinkable catastrophe by ensuring the best education possible for all children. They
way to do this is to implement culturally responsive teaching for students from various
ethnic groups now and always. (pp. 214-215)
A qualitative study conducted by Druggish (2003) entitled Nourishing Roots and
Inspiring Wings: Building a Culturally Responsive Pedagogy, examined culturally responsive
teaching within the southern Appalachian cultural setting. Their study focused on the
experiences of an elementary school teacher, an elementary principal, and a preservice teacher.
The study was conducted in three settings over a total period of three years. In his findings, the
author identified teacher practices that promoted culturally responsive teaching (as described in
the works of Ladson-Billings (2001) and Gay and Airasian (2000). Each of these practices
included connecting school to home and community by using the cultural backgrounds. There
were four specific characteristics of culturally responsive education that emerged from the data
in their study: culturally responsive teaching takes skill; culturally responsive teaching takes
inquiry; culturally responsive teaching is a moral craft; and culturally responsive teaching is a
way of life, not just a job. Outcomes for students were not addressed in their study.
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Howard (2016) created a professional development and systemic change process that has
been tested in many educational settings throughout the country. After working together with a
variety of schools that have a well-established group of teachers who are culturally conscious,
Howard (2016) suggested a process for schools to become more culturally responsive. Howard
found that education leaders in “diversity-enhanced schools are moving beyond blame and
befuddlement and working to transform themselves and their schools to serve all students well”
(p. 16). Howard described these schools as places of vibrant opportunity, the schools are
“‘welcome-to-America’ schools, the global community shows up in our classrooms every day,
inviting us-even requiring us-to-grow as we learn from and with our students and their families”
(p. 16). Howard suggested that in order for schools to have this transformation, professional
development should proceed in five phases.
Phase 1. Building trust among stakeholders is critical to develop the positive climate
essential for addressing the challenges ahead.
Phase 2. Engaging personal culture is important so that building authentic relationships
across difference is possible.
Phase 3. Confronting issues of social dominance and social justice is necessary so as to
create inclusive and equitable schools.
Phase 4. Transformation of instructional practices must occur so that the needs of diverse
learners are met.
Phase 5. Engaging the entire school community so that all families feel welcome.
(p. 17)
Project CRAFT (Culturally Responsive and Family Focused Training) was another
professional development opportunity that supported an effort to train teachers in California in
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methods of working with young children (particularly those with disabilities) and their families
from diverse cultural backgrounds (Chen, et al, 1997). Those learning activities were intended to
be used to develop a 15- to 20-hour course, or as separate selected topics for workshops, or
infused into other courses. Introductory materials offered guidelines for course development such
as a list of course competencies, recommended training materials, and assignments. Those
activities were organized into eight modules: (1) dynamics of difference; (2) cultural values;
(3) child rearing practices; (4) communication styles; (5) working with interpreters; (6) building
family/professional relationships; (7) effective assessment practices; and (8) effective
intervention practices. The course suggested tools, including a needs assessment and
course/workshop evaluation forms and resource lists for print training materials, video training
materials, and children's books. Teachers who participated in this training reported that this
professional development was effective; however, they would need more time to reflect on their
personal bias and experiences before engaging in problem solving situations related to working
with families from different backgrounds and cultures (Chen, 1997).
G. Singleton (2014) created a professional development model based on his book,
Courageous Conversations about Race. The goal of the model is to transform educational
systems into racially conscious and socially just environments. A team worked with
administrators, teachers, community partners, and students by providing thoughtful exploration
of institutionalized racism and its impact on student learning providing professional learning
experiences that supported educators to develop the will, skill, knowledge, and capacity to
eliminate racial disparities and achieve system-wide equity and excellence. The model provided
racial equity systemic transformation curriculum comprised of introductory and advanced-level
seminars, addressed and transformed the essential domains of students’ backgrounds, and
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included equity leadership development, culturally relevant learning and teaching, and
community engagement and empowerment.
Although there are some options available for school systems to participate in
professional development in cultural awareness, little research has been conducted on their
effectiveness.
Summary
According to Lindquist (1997), culturally conscious teachers are a must in every
classroom. Not only do teachers who are culturally conscious allow students to be aware of
multiple ethnic groups, it can help them go beyond tolerance to acceptance and celebration of
differences. Cultural awareness can be an important part of bridging ethnic groups. Beyond
individual tolerance, there is a need to accept and celebrate each other and individual differences.
Teachers who do this by using strategies acquired through professional development can have a
direct impact on students and society. “Many reforms rely on teacher learning and improved
instruction to increase student learning; in fact, education reform is often synonymous with
teachers’ professional development” (Sykes, 1996, p. 467).
Fullan (2000) noted,
Concern for finding spiritual meaning in reform is on the rise. The moral purpose of
reform is to make a difference in the lives of students. As school systems gain access to
good ideas in the marketplace, schools and school systems increase their capacity to find
out about, select, integrate, and use new ideas effectively. (p. 584)
According to the literature reviewed, education systems and colleges of education
increasingly strive to develop culturally competent teachers who meet the needs of all students.
The literature has not, however, examined veteran teachers (more than 5 years) experiences in
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professional development programs that offer ongoing support in teaching students from various
backgrounds and experiences.
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Chapter III: Methodology
Background Information to the Study
The purpose of the study was to survey elementary teachers in select Minnesota school
districts regarding their perceptions of effective professional development experiences in cultural
awareness, the effectiveness of professional development they received in cultural awareness,
their desire for additional professional development in cultural awareness, and their levels of
confidence in incorporating cultural awareness into their practice. The results of the study should
prove beneficial to teachers and administrators in planning for the type and quantity of
meaningful professional development on the topic of cultural awareness. Meaningful
professional development should lead to more confident teachers in teaching diverse
populations; this can positively affect student learning.
A Brief Overview of the Literature Related to Changing Demographics
Data related to the United States’ changing demographics in schools and teachers’
knowledge in cultural awareness indicated,
The United States has experienced, over the last several decades, an increase in the
number of immigrants arriving from various countries around the world. American
classrooms are experiencing the largest influx of immigrant students since the beginning
of the 20th century. Almost 14 million new immigrants-documented and undocumentedsettled in the United States in the years from 2000 to 2010. Less than ten percent came
from nations in Europe. Most came from Mexico, nations in Asia, and nations in Latin
America, the Caribbean, and Central American. (Camarota, 2011)
These population statistics reflect substantial demographic changes in rural, urban, and suburban
districts in the United States. This poses a relatively new concern for teachers since an increasing
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number of students from a variety of cultures and backgrounds are enrolled in their classrooms;
teachers may not believe they fully understand or are able to adapt their teaching to meet the
educational and individual needs of their students. There is little research on how teachers can
become more knowledgeable about the various cultures of students within their classrooms. In
order for students to experience educational equity, an examination of teachers’ levels of
knowledge about the variety of cultures of students in their classroom is important. Additionally,
information regarding the type of professional development needed to help teachers respond to
the cultural differences in their classrooms would benefit both students and teachers in the
teaching-learning process.
Research Questions
The researcher developed the study questions from a review of the related literature and
from the study purpose.
The questions that guided the study were:
1. How did elementary teachers in select Minnesota school districts rate their confidence
levels in understanding cultural awareness as related to their practice?
2. What did elementary teachers in select Minnesota school districts report as the
number of classes on cultural awareness that were offered as part of their teacher
preparedness programs; the types of professional development in cultural awareness,
if any, that were provided by their school districts, and whether their school districts’
professional development on cultural awareness positively impacted their
instructional practice?
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3. What did elementary teachers in select Minnesota school districts identify as their
interest in receiving additional training on identifying and addressing cultural
awareness within their practice?
4. What did elementary teachers in select Minnesota school districts rank as most to
least effective types of professional development on the topic of cultural awareness?
5. What did elementary teachers in select Minnesota school districts report as their years
of teaching experience and the size of their school districts.
Human Subject Approval
The rights of all human subjects will be protected according to the Institutional Review
Boards (IRB) regulations professional standards of conduct and practice. Multiple criteria are
addressed in the IRB regulations which included: risk-benefit ratio, selection of participants,
obtaining informed consent, maintaining privacy and confidentiality and ethical treatment of
vulnerable populations (Gall et al., 2007). Following study proposal approval by the dissertation
committee, the researcher will complete the required application for the St. Cloud State
University Institutional Review Board (IRB). The IRB is a, “committee made up of faculty
members who review and approve research so that the research protects the rights of the
participants” (Creswell, 2008, pp. 157-158). The application is submitted to the IRB for its
consideration, feedback, and approval decision. If issues arose related to the study during the
application process, the researcher made those revisions required to protect the study participants
and secure IRB approval. Upon receiving approval from the IRB, the study was initiated.
Participants
The researcher surveyed 170 Minnesota elementary school teachers from seven
Minnesota school districts. The researcher obtained email addresses of superintendents of the
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school districts through their school district’s webpages. An informational and recruitment
message that described the purpose of the study, the informed consent provision, researcher
information in the event that there are any questions or concerns, and a link to the online survey
were developed. The informational and recruitment message was distributed to all
superintendents. After approval, the superintendents sent the recruitment messages to their
elementary principals and then the principal sent the letter to their elementary teachers to
complete.
The sample group was selected using homogeneous sampling. Homogeneous sampling,
according to Onwuegbuzie and Collins (2007), involves, “choosing settings, groups, and/or
individuals based on similar or specific characteristics” (p. 285). The researcher developed an
informational and recruitment message that described the nature and purpose of the study, the
informed consent provision, researcher contact information, and the link to the online survey.
The informational and recruitment message was distributed to all superintendents, principals, and
licensed elementary school teachers from the selected districts who met the following criteria:
- Hold a Minnesota elementary teacher license.
- Are practicing elementary teachers who teach in kindergarten through fifth grade in
selected Minnesota urban or rural school districts.
- Are employed by a Minnesota school district.
Participation in the survey was voluntary. Participants were sent the link to an electronic
survey in March 2020. Participants were surveyed regarding their perceptions/perspectives of
professional development opportunities within their school districts and in their higher education
preparation program in cultural awareness. Confidentiality was assured. It was anticipated that
200 elementary teachers would be included in the sample group; the goal was to receive at least
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20% survey return. At the conclusion of the survey distribution, a total of 170 responses were
collected.
Research Design
The study utilized a quantitative methodology; quantitative data were gathered from
Minnesota elementary school teachers school districts. Quantitative research gathers data in a
numerical form which can be put into categories, or in rank order, or measured in units of
measurement. This type of data can be used to construct graphs and tables of raw data (McLeod,
2017). A closed-ended survey was used to gather the perceptions and experiences of the teachers
in the study. According to Check and Schutt (2011), “when explicit response categories are
offered, we call it a closed-ended question” (p. 168). Closed-ended questions were selected for
the survey to ensure consistency in the responses and to allow for the use of statistical methods
to analyze the results. The researcher developed eleven survey questions from the review of
literature on cultural awareness and from the guiding research questions. Minnesota elementary
classroom teachers were the identified study participants.
Once the initial survey and interview questions were designed, the survey was fieldtested with a cohort of doctoral students in the state of Minnesota. The pilot survey was
administered to the pilot group, all of whom were educators, and feedback was gathered related
to question clarity, response clarity, time to complete the survey, and survey question correlation
with the study research questions. The researcher used the feedback to create refinements and
adjustments to the survey.
After refinement of the survey instrument, the questions were uploaded into an online
survey on the Survey Monkey site. Survey Monkey is an electronic survey administration tool
that delivers surveys to participants for online completion.
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The first section of the survey required participants to answer two closed ended questions
regarding demographic information. The demographic information included asking the size of
the school district in which the participant taught and how many years the participant had been
teaching.
The second section of the survey required participants to identify their preparedness
regarding the topic of cultural awareness within their pre-service institutions. Participants were
also asked to rate their levels of confidence in understanding the area of cultural awareness.
The third section of the survey consisted of seven questions regarding professional
development offered by their current school districts in cultural awareness. The participants were
asked if their districts have offered any professional development in the area of cultural
awareness, the types of professional development opportunities offered and what types of
professional development opportunities they believed to be most effective. The participants were
also asked if they would like more professional development opportunities in cultural awareness.
Treatment of Data
The primary data collection device was a survey instrument. An instrument is described
as a tool to measure, observe, or document data (Creswell, 2008). Survey Monkey was the tool
used to collect the data. All survey responses were collected and coded using Qualtrics. Data
was transferred from Qualtrics into the Statistical Package for the Social Sciences (SPSS)
software program for statistical analysis. Descriptive statistics and inferential statistics using
hypothesis testing (frequencies, analysis of variance and reliability) were used for data analysis.
Data from the questions were analyzed using descriptive statistics including such measures as
frequency and mean. (Cohen et al., 2011).
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Procedures and Timelines
The researcher developed an informational and recruitment letter that was emailed by the
researcher to school superintendents for approval. Once approved the informational and
recruitment letter was sent to elementary school principals. The school principals were asked to
send an email to their elementary teachers that included an explanation of the study, the
statement of consent and the link to the survey. The Survey Monkey site automatically collected
participants’ responses. The first invitation message was sent to participants on March 1, 2020.
The researcher was able to monitor the return of completed surveys through the Survey Monkey
website. Participants were asked to:
1. Read through the cover letter and, if they chose to continue, consent is assumed.
2. Answer demographic questions on the survey instrument.
3. Answer questions related to participation in professional development in cultural
awareness.
Approximately 2 weeks after the initial survey information was delivered to the sample
group, a follow-up message was sent to the sample group members encouraging those who had
not yet completed the survey to do so. A final reminder and encouragement message was sent to
participants approximately four weeks after the first reminder; the survey closed in April, 2020.
Summary
The study examined Minnesota Elementary teachers’ professional development
experiences and opportunities in cultural awareness and how their pre-service education prepared
them for working with students from different cultures and backgrounds. The survey instrument
was divided into three sections: background information, pre-service experiences, and
professional development opportunities within their current school districts. This chapter
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described the methods and research design for the study. In Chapter IV, the results obtained in
the research study are described. The data addressed each of the five research questions. Chapter
V summarizes conclusions, discussion, limitations, and recommendations for professional
practice and future research.
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Chapter IV: Results
Purpose of the Study
The purpose of the study was to survey elementary teachers in select Minnesota school
districts regarding their perceptions of effective professional development experiences in cultural
awareness, the effectiveness of professional development they received in cultural awareness,
their desire for additional professional development in cultural awareness, and their levels of
confidence in incorporating cultural awareness into their practice. The results of the study should
prove beneficial to teachers and administrators in planning for the type and quantity of
meaningful professional development on the topic of cultural awareness. Meaningful
professional development should lead to more confident teachers in teaching diverse populations.
It is assumed this will positively affect student learning.
Research Design
The study utilized a quantitative methodology. Quantitative data were gathered from
elementary school teachers in select Minnesota school districts located in urban and rural
communities. Quantitative research data are gathered in a numerical form which can be arranged
in categories, in rank order, or measured in units of measurement and can be used to construct
graphs and tables (McLeod, 2017). A closed-ended survey was used to gather the perceptions
and experiences of the teachers in the study. According to Check and Schutt (2011), “when
explicit response categories are offered, we call it a closed-ended question” (p. 168). Closedended questions were selected for the survey to ensure consistency in the participants’ responses
and to allow for the use of statistical methods to analyze the results. The researcher constructed
the study’s survey instrument of 11 questions formulated from the review of literature on cultural
awareness and based on the guiding research questions.
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Research Questions
Quantitative data were gathered from participants and findings reported by each research
question.
The research questions guiding the study were:
1. How did elementary teachers in select Minnesota school districts rate their confidence
levels in understanding cultural awareness as related to their practice?
2. What did elementary teachers in select Minnesota school districts report as the
number of classes on cultural awareness that were offered as part of their teacher
preparedness programs; the types of professional development in cultural awareness,
if any, that were provided by their school districts, and whether their school districts’
professional development on cultural awareness positively impacted their
instructional practice?
3. What did elementary teachers in select Minnesota school districts identify as their
interest in receiving additional training on identifying and addressing cultural
awareness within their practice?
4. What did elementary teachers in select Minnesota school districts rank as most to
least effective types of professional development on the topic of cultural awareness?
5. What did elementary teachers in select Minnesota school districts report as their years
of teaching experience and the size of their school districts.
Sample Description
The researcher identified elementary teachers in seven Minnesota School Districts for the
initial sample group. The researcher developed an informational and recruitment message
including a statement of consent and a survey link which was distributed to study participants.
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St. Cloud State University’s Statistical Consulting and Research Center assisted in the creation of
an online survey through Qualtrics, a site that automatically collects participants’ responses.
The survey garnered 170 participants' responses. Not all participants answered every
question; table data reflect the total number of responses. Table 1 illustrates the number of
responses to each survey question.
Table 1
Number of Responses to Each Question
Total Responses
Survey Question 1

162

Survey Question 2

162

Survey Question 3

162

Survey Question 4

139

Survey Question 5

145

Survey Question 6

145

Survey Question 7

132

Survey Question 8

132

Survey Question 9

132

Survey Question 10

132

Survey Question 11

132

The participants were asked two demographic information questions; the responses
correlated with research question 5 of the study. Participants’ were asked the number of years
they had taught as an elementary school teacher and the number of student enrollments in their
school districts.
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Demographic Data
Research Question 5: What did elementary school teachers in select Minnesota school
districts report as their years of teaching experience and the sizes of their school districts. Tables
2 and 3 describe the responses to the demographic questions.
Table 2
Years Teaching as an Elementary Teacher
Years Teaching

Frequency

Percent

0-5 Years

42

25.9%

6-10 years

38

23.5%

11 plus years

82

50.6%

162

100.0%

TOTAL

Of the 162 participants who answered the first question, 82 teachers or 50.6% reported
they had taught for 11 or more years, while 42 teachers or 25.9% reported they had taught for 0-5
years. There were 38 or 23.5% of respondents who reported they taught for 6-10 years.
Table 3
School District Size
Frequency

Percent

0-1000 students

71

43.8%

1001-5000 students

78

48.2%

5000 or more students

13

8.0%

162

100.0%

TOTAL
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Table 3 data reveal that 71 or 43.8% of the respondents worked in a school district of 01000 students, and 78 or 48.2% reported that they worked in a school district of 1001-5000
students. Thirteen respondents or 8.0%, reported their school district sizes were greater than
5000 students.
Analysis of demographic data did not reveal any significant statistical findings or
correlations that affected study results.
Data Analysis for Research Questions 1 through 4
Research Question 1: How did elementary school teachers in select Minnesota school
districts rate their confidence levels in understanding cultural awareness as related to their
practice?
Table 4 illustrates responses from high confidence to no confidence in understanding
cultural awareness.
Table 4
Confidence Level in Understanding Cultural Awareness
Frequency

Percent

High Confidence

15

10.3%

Moderate Confidence

82

56.6%

Slight Confidence

45

31.0%

3

2.1%

No Confidence
TOTAL

145

100.00%
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Table 4 data illustrate that the largest number of respondents, 82 or 56.6%, reported
moderate confidence in understanding cultural awareness, and 15 or 10.3% reported a high level
of confidence in understanding cultural awareness. A total of 45 respondents or 31.0% reported a
slight confidence in cultural awareness, and three respondents or 2.1% reported no confidence in
understanding cultural awareness.
Research Question 2: What did elementary school teachers in select Minnesota school
districts report as the number of classes on cultural awareness that were offered as part of their
teacher preparedness programs; the types of professional development in cultural awareness, if
any, that were provided by their school districts, and whether their school districts’ professional
development on cultural awareness positively impacted their instructional practice?
Table 5 below summarizes the results of survey data on the number of classes
participants were offered in their teacher preparedness program.
Table 5
Summary of Cultural Awareness Classes offered to Minnesota Teachers
Frequency

Percent

0-3 Classes

113

81.3%

3-5 Classes

20

14.4%

6

4.3%

139

100.0%

5 plus Classes
TOTAL

Table 5 data reveal that the greatest number of respondents, 113 of 139 or 81.3%,
reported 0-3 classes were offered on cultural awareness in their teacher preparedness programs.
An additional 20 respondents, 14.4%, reported that 3-5 such classes were offered in their teacher

57
preparedness programs while 6, or 4.3%, reported that five or more classes related to cultural
awareness were offered in their teacher preparedness programs.
Survey question 6 asked participants to report on whether or not their school districts had
offered professional development opportunities in cultural awareness. Table 6 summarizes the
results.
Table 6
School Districts Offered Professional Opportunities in Cultural Awareness
Frequency

Percent

Yes

132

91.0%

No

13

9.0%

145

100.0%

TOTAL

Table 6 data indicate that 132 of 145 or 91.0% of respondents reported that their school
district provided professional development in cultural awareness, while 13 respondents or 9.0%
reported that their school district did not provide any such professional development.
Survey question seven asked participants to report the types of professional development
opportunities they had been offered by their school districts. They could choose more than one
type of professional development taken from the Frontline Research Institute to develop
“succinct and measurable definitions” (Combs & Silverman, 2017, p. 12) of professional
development from Every Student Succeeds Act of 2015.
The types of professional development of Frontline Research Institute opportunities were
defined as follows:
Job Embedded: a part of the ongoing, regular work of instruction and related to teaching
and learning taking place in real time in the teaching and learning environment.
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Data Driven: based upon responsive real time information about the needs of participants
and the students.
Classroom Focused: related to the practices taking place during the teaching process and
relevant to instructional processes.
Sustained: taking place over an extended period; longer than one day or a one-time
workshop.
Intensive: focused on a discrete concept, practice, or program,
Collaborative: involving multiple educators, educators and coaches or a set of
participants grappling with the same concept or practice and in which participants
involving multiple educators, educators and coaches or a set of participants grappling
with the same concept or practice and in which participants work together to achieve
shared understanding.
Table 7 summarizes the data.
Table 7
Professional Development Opportunities Offered by School Districts
Types of Professional
Development

Number of
selections

Percentages

Classroom Focused

77

27.6%

Job Embedded

73

26.2%

Collaborative

46

16.5%

Data Driven

36

12.9%

Sustained

35

12.5%

Intensive

12

4.3%

Total

100.0%
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Table 7 data indicate that the type of professional development identified as most
frequently offered by Minnesota school districts was Classroom Focused with 77 or 27.6%
responses followed by Job Embedded with 73 or 26.2% responses. Collaborative Professional
Development opportunities received 46 or16.5% responses, while Data Driven professional
development opportunities received 36 or 12.9% responses. Intensive opportunities had the least
number of responses with 12 or 4.3%.
Survey question 8 asked respondents if the professional development opportunities their
school district offered on cultural awareness positively impacted their instructional practice.
Table 8 summarizes the results.
Table 8
Professional Development Positively Impacted Instructional Practices
Frequency

Percent

Strongly Agree

10

7.6%

Agree

68

51.5%

Neutral

46

34.8%

Disagree

6

4.5%

Strongly Disagree

2

1.5%

132

99.9%

TOTAL

The data revealed that 78 or 59.1% of the respondents agreed or strongly agreed that the
professional development opportunities offered by their school districts had positively impacted
their instructional practice. Only 8 respondents or 6.0% either disagreed or strongly disagreed
that the professional development opportunities offered by their school districts had a positive
impact on their instructional practice.

60
Research Question 3: What did elementary teachers in select Minnesota school districts
identify as their interest in receiving additional training on identifying and addressing cultural
awareness within their practice?
Survey question 11 asked participants to cite their interest in receiving additional training
in cultural awareness. See Table 9 below for results.
Table 9
Teachers Interested in Additional Training in Cultural Awareness
Frequency

Percent

Yes

86

65.2%

No

19

14.4%

Not Sure

27

20.5%

TOTAL

132

100.1%

Table 9 data illustrate that 86 of 132 respondents or 65.2% of participants were interested
in receiving additional training in cultural awareness. Twenty-seven respondents or 20.5% of the
total 132 participants, who reported they were not sure if they wanted additional training in
cultural awareness, and 19 respondents or 4.4% were not interested in further training.
Research Question 4: What did elementary teachers in select Minnesota school districts
rank as most to least effective types of professional development on the topic of cultural
awareness?
Survey question 10 asked participants to rank the types of cultural awareness professional
development from most to least effective. Table 10 below shows results.
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Table 10
Effective Professional Development
Frequency of
Responses

Percent of
Responses

Job-Embedded: a part of the ongoing, regular
work of instruction and related to teaching and
learning taking place in real time in the
teaching and learning environment

40

28.6%

Collaborative: involving multiple educators,
educators and coaches or a set of participants
grappling with the same concept or practice
and in which participants work together to
achieve shared understanding

40

28.6%

Classroom-Focused: related to the practices
taking place during the teaching process and
relevant to instructional processes

34

24.3%

Sustained: taking place over an extended
period; longer than one day or a one-time
workshop

11

7.9%

Intensive: focused on a discrete concept,
practice, or program

8

5.7%

Data-Driven: based upon responsive real time
information about the needs of participants and
the students

7

5.0%

140

100.1%

TOTAL

Table 10 illustrates that 40 respondents or 28.6% reported that either Collaborative or Job
Embedded was the most effective type of cultural awareness professional development. The next
most effective type of professional development selected was Classroom Focused with 34 or
24.3%. The types of professional development that received the fewest selections were Sustained
professional development opportunities with 11 respondents or 7.9% and 8 or 5.7% Intensive
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professional development; Data Driven cultural awareness professional development
opportunities was selected as effective by the fewest number of participants with 7 responses or
5.0%.
Survey question 9 asked participants if they have used any cultural awareness activities in
their teaching. See Table 11 below with results.
Table 11
Use of Cultural Awareness Activities within Teaching
Frequency

Percent

Yes

90

68.2%

No

20

15.2%

Not Sure

22

16.7%

TOTAL

132

99.9%

Table 11 illustrates that 90 participants or 68.2% reported they used cultural awareness
activities in their teaching practices. An additional 22 participants or 16.7% were unsure if they
used cultural awareness activities in their teaching practice while 20 participants or 15.2%
reported they did not use cultural awareness activities as a part of their teaching practice.
Participant Comments
The final item on the survey invited participants to add any additional comments about
professional development in cultural awareness. Responding to this survey item was optional.
After reviewing the comments, the researcher determined that participant comments regarding
cultural awareness professional development could be clustered in five categories as follows.
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1.

Benefits and importance of professional development in cultural awareness in school
districts.

2. Further opportunities/training on cultural awareness.
3. Professional development in cultural awareness as constant and ongoing.
4. The need for professional development in cultural awareness to be more practical and
specific.
5. Lack of Interest in professional development in cultural awareness.
Comments about Professional Development in Cultural Awareness
1. Benefits and importance of professional development in cultural awareness in school

districts.
● It should be a top priority for all school districts.
● Cultural awareness is a necessity for all educators.
● It is beneficial to have workshops on cultural awareness. They can help people
identify their biases. They can also help teachers develop equity skills which will
ensure a more positive educational experience for all students.
● I feel like cultural awareness should always be a major topic in professional
development in schools!
● We do not have a culturally diverse classroom setting now but it would be nice to
have some training in the event that some day I do have a culturally diverse
classroom, I would be prepared to effectively teach all children in my classroom.
● I had one class in ungrad about cultural awareness and none in grad school. I
worked in the same district for 15 years and in that time we had no professional
development, that I can recall, on cultural awareness.
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● I just completed an 8-hour class from MDE regarding Cultural Awareness. It
helped me to look at the bigger picture.
● I strive to teach my students that all humans have value. There is no difference
between someone who has a different skin color, moved here from another
country, or someone for whom math comes easy vs someone who struggles with
math. We all, as human beings, have strengths and weaknesses and we all deserve
to be treated with kindness. Our country was founded on everyone having
opportunities to build a good life. We have a responsibility to do the right thing.
Always.
● Our district reflects a "bubble" and could benefit from cultural awareness on a
level where many people are not aware it is a "thing" and something we need.
They think it is something that "other places" need to worry about. Our
community also does not appear to value cultural awareness, making it even more
valuable.
● I do think that we can do this better and having taken a Cultural Identity
inventory and making a plan on how to use this to inform my teaching is an
important professional development class that our district could benefit from in
moving to a more equitable teaching approach district wide.
● I feel our district has done a great job providing opportunities for PD on this
topic.
● We had an optional course offered for school board credit (towards a lane
change) this summer. I took the course and it was great.
● It's needed~

65
● Cultural awareness is a very important area and I would like to learn more!
● It is very helpful to have professional development opportunities based regarding
this topic.
● Cultural competencies have been offered throughout district and was wonderful!!
● All professional development opportunities related to cultural awareness are
imperative, especially working in a very diverse school district. Staff are better
able to understand students from all backgrounds in order to help them succeed
both socially, emotionally, and academically.
● I think cultural competency is very important. I think my district could do a better
job of providing teachers the opportunity to learn about the cultures of our
students that we work with every day.
● When receiving cultural awareness professional development, it provides a lot of
information that I may have not realized until taking the PD which provides
information in helping those students in those areas.
● I feel our school does a good job with cultural awareness.
● Working together to understand cultural awareness has helped tremendously in
my teaching. It is important to learn about the cultures of the students we teach.
● I love learning about all the different cultures in our school district! I feel so
blessed to be able to learn from my students as they are so excited to share!
● Super helpful in cultivating understanding
● We had the opportunity to take a class for board credit this summer and I was
excited that my whole team joined to delve deeper into learning about this topic!
It was interesting, collaborative and effective!
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2. Further opportunities/training on cultural awareness.

● It would be nice to be more aware and have more opportunities to learn more
about cultural
Awareness.
● I believe it should include making us aware of many different types of cultures so
that we are prepared should our school receive students from various cultural
backgrounds. Knowing their customs, beliefs, how we should approach
parents/family etc. would be important.
● I wish to be more culturally aware.
● I always feel that there is a need for additional professional development in the
area of cultural awareness, however, it encompasses such a vast subject matter
that the idea of “where to begin” or “how much is enough” is daunting.
● The professional development regarding cultural awareness has happened
annually, but more PD on this topic is always beneficial.
● I would like more opportunities to learn about cultural traditions and home
activities.
● I believe that cultural awareness is important to all people regardless of their
career.
● Hope to see more of this in our district.
● We need continued education in cultural awareness.
● I feel that the diversity of students in my district necessitates an ongoing focus on
teachers' and students' understanding of the culture they bring as compared to the
teacher's own cultural background.
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● I think many teachers that have been teaching for more than 10 years need
reminding of how important understanding diverse culture is as well as how
offense some things are that they may not remember/think about.
● There is always room for growth and more learning and understanding.
3. Professional development in cultural awareness as constant and ongoing.

● I think it is constant, ongoing, ever changing
● We have just begun this process, there were some in our flexible PD time. There
were summer opportunities that were great, but after last year distance learning I
just needed a break. Would prefer to have it embedded in contract workshop days
instead personal time. We had a guest speaker who was really good and was open
and animated and interacted with staff questions and discussions. It would be
great to offer more training in regards to starting these healthy conversations
with kiddos at a young age like kindergarten, first second. Most of the trainings
agree centered around middle and high school kids.
● I would like my district to participate in more professional development
opportunities that provide strategies to adapt the curriculum to help our students
from different cultural backgrounds.
● Long term, embedded in our daily interactions is the best way to really
understand cultural awareness. Using specific situations that are happening right
in our classrooms and community really focus people on what is happening.
● Cultural awareness is important. It should be done on an ongoing basis, not just a
one and done type of pd.
● I would like strategies to implement in the classroom.
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● I feel it is an ongoing development.
4. The need for professional development in cultural awareness to be more practical and

specific.
● Need appropriate instructors
● How to bring in differing culture learning and stay relevant to my local culture i.e. - still bring in cultures but how much to focus if our class in not very
multicultural
● Cultural awareness professional development needs to take place more often and
be prioritized.
● I would like more professional development within the area of cultural awareness
where we partner with members of our community (parents, etc).
● I think it's important when professional development can be hands on and give
specifics about my classroom.
● Our district has provided a speaker, but that is all. The speaker did not meet the
check off requirement. During Covid, many of us did the 8 hour online training to
meet the check off requirement. I feel many are doing the training only to cross it
off the check off requirement; however, if we could make the trainings more
personable and give ideas more specific to grade level they would be more useful.
Most of the trainings seemed to pertain to high school students or upper
education and not primary. It was very reflective on ones teaching style, but in the
end I had no idea how to bring this into my primary classroom. I don't consider
myself biased, but I would say I am unaware as I live and teach in a primarily
white area/district. I know cultural awareness isn't just about race, but that seems
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to be the focus most times. I believe we have other biased issues in our community
such as religion or which church you belong to or class status.
● I would like more 'real life scenarios' presented on this topic that actually happen
within a classroom setting vs. a presenter just telling us that we need to be
culturally aware...
● Needs to be imbedded in curriculum
● I think cultural competency is very important. I think my district could do a better
job of providing teachers the opportunity to learn about the cultures of our
students that we work with every day
● I would like more 'real life scenarios' presented on this topic that actually happen
within a classroom setting vs. a presenter just telling us that we need to be
culturally aware…
●

Learning from the students themselves and their many cultural backgrounds has
also provided valuable learning in the topic area.

5. Lack of Interest in professional development in cultural awareness.

● It seems a bit odd that I am only required 1 hr of reading instructional PD time,
but am required 8 hrs. of Cultural Awareness to renew my licence…
● I know this is not a new thing, but it is a new thing when it comes to a MUST, I
think it is important to not hit us in the face with training. We already have so
much going on, so please don't force many hours of training on this on us on top
of everything else currently happening!
● My school has not really offered any cultural awareness professional
development.
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● Just about all of my professional development on cultural awareness has been
self-directed, and outside of my school organization.
● Throughout the three years I've been at this school I have been given one
opportunity to get very basic and surface level cultural competency training
which was done in a one-day workshop to satisfy licensure. I do not feel as though
my organization provides adequate training, nor is it anywhere near a priority.
Based on the information I have been told from my cohort I also believe that I
would not have cultural awareness competency if I had not attended the university
I did.
● It feels like one more hoop to jump through when doing a job that is stressful
already. I feel that teachers do a good job with inclusive education and practices
without needing more training. We are paid to work with the students and provide
the best free and appropriate public education. This mole hill has been made into
a mountain!
Summary
Chapter IV provided the findings of the study gathered through surveying 170
respondents who served as an elementary teacher in select Minnesota school districts. The
purpose of the study was to survey elementary teachers in select Minnesota school districts
regarding their perceptions of effective professional development in cultural awareness, the
effectiveness of professional development they received in cultural awareness, their desire for
additional professional development in cultural awareness, and their levels of confidence in
incorporating cultural awareness into their practice.
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Five research questions provided the framework for the study and guided the format in
which the study data were reported.
Chapter V provides discussion, conclusions, limitations, recommendations for
professional practice and recommendations for further research.

72
Chapter V: Conclusions, Discussion, Limitations, and Recommendations
Introduction
Chapter V includes a summary of the study and conclusions derived from the data
reported in Chapter IV. The researcher presents the findings as they relate to the literature and
the findings as they relate to the research questions. Finally, the chapter contains
recommendations for further research and for professional practice in the field.
Purpose of the Study
The purpose of the study was to survey elementary teachers in select Minnesota school
districts regarding their perceptions of effective professional development experiences in cultural
awareness, the effectiveness of professional development they received in cultural awareness,
their desire for additional professional development in cultural awareness, and their levels of
confidence in incorporating cultural awareness into their practice. The results of the study should
prove beneficial to teachers and administrators in planning for the type and quantity of
meaningful professional development on the topic of cultural awareness. Meaningful
professional development could impact student success in increasingly diverse classroom
settings.
Effective professional development can be the “key strategy for increasing educator
effectiveness in order to improve student outcomes. An examination of the effectiveness and the
formats of professional development experienced by teachers and how it impacts their practice
can provide a picture of the current state of professional development in Minnesota (Hirsh et al.
2014, p. 20).
“No system or district in the world has made significant gains for students without a
relentless focus on the learning and teaching process” (Fullan & Quinn, 2016, p. 79). The impact

73
of a teacher on student learning cannot be minimized, “student achievement is most influenced
by classroom practice, and practice is most influenced by teacher learning” (Katz & Dack, 2013,
p. 6). In order to improve student achievement there must be some fundamental shifts in thinking
about professional development, leadership and classroom practice” (Timperley, 2011, p. 3).
Using the effective professional development criteria as part of the study, the preferred type and
quality of professional development in cultural awareness was reported by elementary teachers in
select urban and rural school districts in Minnesota.
Research Design
The study utilized a quantitative methodology. Quantitative research gathers data in a
numerical form which can be placed into categories, in rank order, or measured in units of
measurement. This type of data can be used to construct graphs and tables of raw data (McLeod,
2017). Quantitative data were gathered from Minnesota elementary school teachers school
districts. A closed-ended survey was used to gather the perceptions and experiences of the
teachers in the study. According to Check and Schutt (2011), “when explicit response categories
are offered, we call it a closed-ended question” (p. 168). Closed-ended questions were selected
for the survey to ensure consistency in the responses and to allow for the use of statistical
methods to analyze the results. The researcher developed eleven survey questions from a review
of the literature on cultural awareness and from the guiding research questions.
Research Questions
The research questions guiding the study included:
1. How did elementary teachers in select Minnesota school districts rate their confidence
levels in understanding cultural awareness as related to their practice?
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2. What did elementary teachers in select Minnesota school districts report as the
number of classes on cultural awareness that were offered as part of their teacher
preparedness programs; the types of professional development in cultural awareness,
if any, that were provided by their school districts, and whether their school districts’
professional development on cultural awareness positively impacted their
instructional practice?
3. What did elementary teachers in select Minnesota school districts identify as their
interest in receiving additional training on identifying and addressing cultural
awareness within their practice?
4. What did elementary teachers in select Minnesota school districts rank as most to
least effective types of professional development on the topic of cultural awareness?
5. What did elementary teachers in select Minnesota school districts report as their years
of teaching experience and the size of their school districts.
Conclusions
This section addresses each research question and includes connections to recent research
and observations from the researcher regarding the study’s results.
Research Question 1: How did elementary teachers in select Minnesota school districts
rate their confidence levels in understanding cultural awareness as related to their practice?
According to Lindquist (1997), culturally conscious teachers are essential in every
classroom. Not only do teachers who are culturally aware allow students to be aware of multiple
ethnic groups, it can help them go beyond tolerance to acceptance and celebration of differences.
Respondents were asked to report their confidence in cultural awareness as: no
confidence, slight confidence, moderate confidence, or high confidence. Moderate confidence
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with 56.6% was reported by the largest number of participants. This confirms the research of
Gay and Kirkland (2003) who stated, “Teachers need to develop deeper knowledge and
consciousness about what is to be taught, how, and to whom” (p. 185).
Research Question 2: What did elementary teachers in select Minnesota school
districts report as the number of classes on cultural awareness that were offered as part of
their teacher preparedness programs; the types of professional development in cultural
awareness, if any, that were provided by their school districts, and whether their school
districts’ professional development on cultural awareness positively impacted their
instructional practice?
Students need teachers who are prepared with the knowledge, strategies, support, and
courage to make curriculum, instruction, student engagement and family partnerships culturally
responsive (Cooper, 2009). Despite increasing demands for teachers to teach for equity, diversity
and global interconnectedness, colleges of education are not producing teachers with such
knowledge and skills (Merryfield, 2000).
The study revealed that 118 respondents, 81.3% reported that 0-3 classes in cultural
awareness were offered in their pre- service education. This information supports Milner’s
findings (2006) that teachers believed they were not prepared or had not been exposed to cultures
other than their own and often felt threatened or afraid to make the changes needed to impact the
United States educational system as a whole.
Study participants were asked if their current district has offered any professional
development opportunities in cultural awareness. The results were that 91.0% of the respondents
reported that their district has offered professional development in cultural awareness and 9.0%
reported that their district did not offer any opportunities.
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Survey question number 7 asked participants to report the type of professional
development opportunities that have been offered by their districts. They could choose more than
one type drawn from Frontline Research Institute to develop “succinct and measurable
definitions” (Combs & Silverman, 2017, p. 12) of professional development from Every Student
Succeeds Act of 2015. These included, Job Embedded, Data Driven, Classroom Focused,
Sustained, Intensive and Collaborative. Respondents reported that the type of professional
development in cultural awareness that was offered the most frequently in their district was
Classroom Focused and the least was Intensive. Respondents reported that 78 or 59.1% of the
respondents agreed or strongly agreed that the professional development opportunities offered by
their school district had an impact on their instructional practice. Only 8 or 6.1% either disagreed
or strongly disagreed that their instructional practice was impacted by the professional
development on cultural awareness.
Research Question 3: What did elementary teachers in select Minnesota school
districts identify as their interest in receiving additional training on identifying and addressing
cultural awareness within their practice?
Study data revealed that 86 respondents or 65.2% were interested in receiving additional
training in cultural awareness. There were 27 respondents or 20.5% of the total 132 participants,
who reported they were not sure if they wanted additional training in cultural awareness, while
19 respondents or 4.4% state that they were not interested in further training. Respondents
offered the following comments about their interest in receiving additional training in cultural
awareness:
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● I always feel that there is a need for additional professional development in the area
of cultural awareness, however, it encompasses such a vast subject matter that the
idea of “where to begin” or “how much is enough” is daunting.
● The professional development regarding cultural awareness has happened annually,
but more PD on this topic is always beneficial.
● I would like more opportunities to learn about cultural traditions and home activities.
● It is beneficial to have workshops on cultural awareness. They can help people
identify their biases. They can also help teachers develop equity skills which will
ensure a more positive educational experience for all students.
● We do not have a culturally diverse classroom setting now but it would be nice to
have some training in the event that some day I do have a culturally diverse
classroom, I would be prepared to effectively teach all children in my classroom.
● All professional development opportunities related to cultural awareness are
imperative, especially working in a very diverse school district. Staff are better able
to understand students from all backgrounds in order to help them succeed both
socially, emotionally, and academically.
● I feel that the diversity of students in my district necessitates an ongoing focus on
teachers' and students' understanding of the culture they bring as compared to the
teacher's own cultural background.
●

I think many teachers that have been teaching for more than 10 years need reminding
of how important understanding diverse culture is as well as how offensive some
things are that they may not remember/think about.
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Survey Question 4: What did elementary teachers in select Minnesota school districts
rank as most to least effective types of professional development on the topic of cultural
awareness?
Study participants ranked each of the six ESSA professional development criteria as
having the most positive impact on their instructional practice; the rankings in order from highest
positive impact to lowest were:
1. Collaborative
2. Job Embedded
3. Classroom Focused
4. Sustained
5. Data-Driven
6. Intensive
The largest number of responses cited either Collaborative or Job Embedded as the most
effective types of professional development. The next most effective type of professional
development selected was Classroom Focused with 34 responses. Research by Cordingley
(2015), Garet et al. (2001), and Yoon et al. (2007) all supported the impact of classroom-focused
professional development. Each suggested that the more focused the professional development
was on a specific aspect of classroom practice the better the results were for students. The types
of professional development that received the fewest selections as effective were data driven and
intensive.
Garet et al.’s (2001) research indicated professional development which is both Sustained
and Intensive has a greater likelihood of having an impact on teacher practice; the study results
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differed showing that Sustained professional development was ranked fourth and Intensive
professional development was ranked sixth.
Research Question 5: What did elementary teachers in select Minnesota school
districts report as their years of teaching experience and the size of their school districts.
Demographic information was requested in the first two questions of the survey
instrument. Participants’ were asked the number of years they had taught as an elementary
teacher and the number of student enrollments in their school districts. Of the 162 respondents,
82 had taught for more than 11 years and 42 of the respondents had taught for 0-5 years.
The largest number of study participants, 48.2% taught districts of 1001-5000 students.
The smallest number of participants taught in school districts with greater than 5000 students.
Howard (2016) found that education leaders in “diversity-enhanced schools are moving beyond
blame and befuddlement and working to transform themselves and their schools to serve all
students well” (p. 16). Howard described these schools as places of vibrant opportunity, the
schools are “‘welcome-to-America’ schools, the global community shows up in our classrooms
every day, inviting us-even requiring us-to-grow as we learn from and with our students and their
families” (p. 16).
Discussion
A majority of respondents reported they worked in a school district of 1001-5000
students and had been elementary teachers for over 11 years. A total of 113 of the 132
respondents reported as having zero to three classes in cultural awareness within their preservice
education which is not surprising since higher education institutions have only recently provided
specific classes in cultural awareness. There were 82 respondents who reported they were
moderately confident in their level of understanding of cultural awareness, and 86 respondents
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wanted more professional development opportunities in cultural awareness provided by their
school districts.
Study participants reported involvement in cultural awareness professional development
that aligned more frequently with three of the six ESSA criteria of effective professional
development than was found in the Frontline Institute Research study (Combs & Silverman,
2017). The three were: Collaborative, Data-driven, and Sustained. Professional development
aligned to three ESSA criteria, Collaborative, Classroom Focused, and Job-embedded, were
reported by study participants as having the most positive impact on their instructional practices.
This was an important finding in that teachers valued the impact of professional development in
cultural awareness on their practices which could and should be beneficial to the students
enrolled in their classrooms.
The study participants indicated a desire to attend more professional development on the
topic of cultural awareness. This was an expected finding since the changing demographics in
many school districts in Minnesota suggest that teachers need additional information and training
to ensure they have the skills, abilities and dispositions to teach all students in their classrooms
regardless of cultural backgrounds.
Limitations
During the study, several limitations emerged. Roberts (2010) explained that “limitations
are usually areas over which you have no control,” and “which may negatively affect your
results” (p. 162). Limitations of the study included:
1. The online survey was not created to require that respondents answer all survey
questions. This led to respondents skipping questions, resulting in inconsistent data.
2. The sample size ranged from 162 to 132 because of missing data.
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3. Results were limited to the self-reported perceptions of the participants based on their
knowledge, understanding and experience related to cultural awareness professional
development.
4. The study was conducted in fall, 2020 during the Coronavirus pandemic. This may
have influenced the number of school districts that did choose not to participate since
teachers were busy transitioning to online instruction only.
5.

Local and national cultural conflicts which took place in 2020 may have influenced
Minnesota teacher responses to one or more survey questions.

Recommendations for Practice
The following recommendations for practice are offered based on the literature and the
conclusions of the study.
1. Students need teachers who are prepared with the knowledge, strategies, support, and
courage to make curriculum, instruction, student engagement and family partnerships
culturally responsive (Cooper, 2009). It is recommended that pre-service institutions
offer a larger number of classes in cultural awareness to prepare teachers for working
with students from a variety of cultural backgrounds.
2. It is recommended that school district leadership ensure that more Sustained and
Intensive professional learning experiences are provided to teachers on the topic of
cultural awareness. Yoon et al.’s (2007) research indicated “that greater than 14 hours
of professional development showed a positive and significant effect on student
achievement” (p. 12).
3. It is recommended that educational leaders survey staff members to determine what
specific cultural awareness professional development opportunities they need/desire.
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4. It is recommended that school district leaders increase professional development
opportunities in cultural awareness for all staff.
5. It is recommended that a broader array of school community members be involved in
planning professional development in cultural awareness.
Recommendations for Future Research
1. It is recommended a study be conducted which examines teachers’ perceptions of
positive instructional impacts of professional development on cultural awareness.
2. It is recommended a school district case study be undertaken that examines the longterm positive impact on instructional practice as a result of school district sponsored
professional development in cultural awareness.
3. It is recommended a replication of the study be conducted with an added qualitative
component of interviewing study participants. These interviews could help clarify
how professional development in cultural awareness positively impacted instructional
practice.
4. It is recommended a replication study be conducted with middle school and/or high
school teachers to provide a perspective on the impact and quality of professional
development in cultural awareness from secondary teaching staff.
5. It is recommended a study be conducted that examines how school district enrollment
size impacts the amount and types of professional development in cultural awareness
opportunities offered to staff.
Concluding Remarks
The purpose of the study was to survey elementary teachers in select Minnesota school
districts regarding their perceptions of effective professional development experiences in cultural
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awareness, the effectiveness of the professional development they received in cultural awareness,
their desire for additional professional development in cultural awareness, and their levels of
confidence in incorporating cultural awareness into their practice. Study participants reported the
types of professional development in cultural awareness in which they most frequently
participated in: were Collaborative, Job-embedded, and Classroom Focused. The types of
professional development in which they least frequently participated in were Sustained,
Intensive, and Data- Driven. It may be concluded that study participants experienced models of
professional development which may be, “fairly ineffective in changing teacher practice” (Katz
& Dack, 2013, p. 25).
Table 8 of the study indicated that 78 or 59.1% of the respondents agreed or strongly
agreed that the professional development opportunities offered by their school district had an
impact on their instructional practice.
The study also reported that 86 respondents or 65.2% of participants were interested in
receiving additional training in cultural awareness. There were 27 respondents or 20.5% of the
total 132 participants, who reported they were not sure if they wanted additional training in
cultural awareness, and 19 respondents or 4.4% stated they were not interested in further
training. As Minnesota classrooms continue to become more diverse, the respondents reported
they wanted more professional development opportunities in cultural awareness in order to
support these students.
Under ESSA, the demands for accountability around student achievement are not going
to disappear. Thus, to improve student learning, systems must ensure that, “student learning and
well-being are not a by-product of professional learning but rather its central purpose”
(Timperley, 2011, p. 5). As schools and school districts develop meaningful school improvement
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plans to align with accountability systems, the role of, “well-designed and implemented
professional development should be considered an essential component of a comprehensive
system of teaching and learning that supports students to develop the knowledge, skills, and
competencies they need to thrive in the 21st century” (Darling-Hammond et al., 2017, p. 24).
In Howard's opinion (2007), continuing with business as usual will mean failure or
mediocrity for too many students, illustrated by data related to racial, cultural, linguistic, and
economic achievement gaps. Further, he asserted that rapidly changing student demographics
requires an engagement in various, ongoing, systematic processes of professional development to
prepare all educators in the school to function effectively in a highly diverse environment.
Teachers must know their students and transfer some of their power to their students.
When teachers know their students and incorporate students’ voices and experiences into the
classroom, students will not only feel valued but will learn and become more successful in
school leading to increased student achievement and future opportunities in life. Gay (2010)
stated:
Children are our most valuable resource and investment for the future. They are far more
precious that limitless amounts of money, unchallenged fame, or the most expensive
gems. They are our best investment in the future. If they do not receive a high-quality
education, the promise of a rich future will be unfulfilled. Let us act now to prevent such
an unthinkable catastrophe by ensuring the best education possible for all children. The
way to do this is to implement culturally responsive teaching for students from various
ethnic groups now and always. (pp. 214-215)
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Appendix B: Request Letter to Superintendents
Dear Superintendent.
Your school district is invited to participate in a research study on Elementary Teachers’
Experiences with Professional Development Opportunities on Cultural Awareness. The purpose
of the study is to survey elementary teachers’ perceptions regarding their pre-service and
recent professional development experiences on the topic of cultural awareness, impact of
cultural awareness, professional development on their teaching, effectiveness of professional
development formats on understanding cultural awareness, and their confidence level
regarding cultural awareness.
As the researcher, I am requesting permission to email elementary principals in your
school district with information about the purpose of the study, the participant survey (the
survey consists of eleven brief questions which should take 10-12 minutes to complete), and
the assurances of anonymity of participants and study data. The principals, with your approval,
will be asked to forward the survey link to their elementary teachers. There are no foreseeable
risks involved in participation in the study and no identifying information will be collected.
Participation in the study is voluntary; the decision to participate in the study will not affect
current or future relations with St. Cloud State University or the researcher. Participants are
free to withdraw at any time. Completion of the study indicates the study participant is at least
18 years of age and their consent was given to participate in the study. Here is a link to my
survey.
Thank you for your time consideration. If you agree to participate in the study, please
reply to this email with the word “agree”. If you have questions, please contact me, Carissa
Tebben, (612) 382-1484, carissajtebben@gmail.com or my faculty advisor, Dr. Kay Worner,
(612) 810-7986, ktworner@stcloudstate.edu. If you have questions regarding participant rights
in research, please contact St. Could State University’s Human Subjects Review Board at (320)
308-4932, researchnow@stcloudstate.edu. Results of the study can be requested from the
researcher and will be published at the St. Cloud State University Repository.
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Appendix C: Request Letter to Principals
Dear Principal
After seeking and receiving approval from the school district superintendent, your
school is invited to participate in a research study on Elementary Teachers’ Experiences with
Professional Development Opportunities on Cultural Awareness. The purpose of the study is to
survey elementary teachers’ perceptions regarding their professional development experiences
on the topic of cultural awareness and its impact on their teaching, effective professional
development formats and teacher confidence level regarding cultural awareness. The survey
consists of eleven brief questions and would take about 10 minutes to complete. The results of
the study could be valuable for future professional development planning on the topic of
cultural awareness for Minnesota school districts’ teachers and district leaders. Here is a link to
my survey.
I respectfully ask that you please forward the attached letter to your elementary
teachers that explains the study and provides the link to the survey. There are no foreseeable
risks involved in participation in the study and no identifying information will be collected.
Participation in the study is voluntary; the decision to participate in the study will not affect
current or future relations with St. Cloud State University or the researcher. Participants are
free to withdraw at any time. Completion of the study indicates the study participant is at least
18 years of age and their consent was given to participate in the study.
Thank you for your time. If you have questions, please contact me, Carissa Tebben,
(612) 382-1484, carissa.tebben@go.stcloudste.edu or my faculty advisor, Dr. Kay Worner, (612)
810-7986, ktworner@stcloudstate.edu. If you have questions regarding participant rights in
research, please contact St. Cloud State University’s Human Subjects Review Board at (320)
308-4932, researchnow@stcloudstate.edu. Results of the study can be requested from the
researcher and will be published at the St. Cloud State University Repository.

100
Appendix D: Approval Letter to Teachers
Dear Teacher
After seeking and receiving approval from the school district superintendent, your school is
invited to participate in a research study on Elementary Teachers’ Experiences with Professional
Development Opportunities on Cultural Awareness. The purpose of the study is to survey elementary
teachers’ perceptions regarding their professional development experiences on the topic of cultural
awareness and its impact on their teaching, effective professional development formats and teacher
confidence level regarding cultural awareness. The survey consists of eleven brief questions and would
take about 10 minutes to complete. The results of the study could be valuable for future professional
development planning on the topic of cultural awareness for Minnesota school districts’ teachers and
district leaders.
There are no foreseeable risks involved in participation in the study and no identifying
information will be collected. Participation in the study is voluntary; the decision to participate in the
study will not affect current or future relations with St. Cloud State University or the researcher.
Participants are free to withdraw at any time. Completion of the study indicates the study participant is
at least 18 years of age and their consent was given to participate in the study. Here is the link to my
survey.
Thank you for your time. If you have questions, please contact me, Carissa Tebben, (612) 3821484, carissa.tebben@go.stcloudstate.edu or my faculty advisor, Dr. Kay Worner, (612) 810-7986,
ktworner@stcloudstate.edu. If you have questions regarding participant rights in research, please
contact St. Clould State University’s Human Subjects Review Board at (320) 308-4932,
researchnow@stcloudstate.edu. Results of the study can be requested from the researcher and will be
published at the St. Cloud State University Repository.
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Appendix E: Survey
Teacher Survey on Cultural Awareness Professional Development

Cultural awareness is defined as the process of developing awareness of culture in the self,
which can result in expanding understandings of culture and developing deeper cultural
knowledge about other individuals and contexts. (Banks, J. A. (Ed.). (2012). Encyclopedia of
diversity in education. Sage Publications.)
Please answer the following questions reflecting your beliefs on the topic of cultural awareness
professional development. Thank you for your participation.
1. Years working as an elementary school teacher?
a. 0-5 years
b. 6-10 years
c. 11 plus years
2. What is the size of your school district?
a. 0-1000
b. 1001-5000
c. 5001 +
3. Did your higher education institution provide classes on cultural awareness within your
teacher education program?
a. Yes
b. No
4. If yes, how many (about) classes were offered to you on this topic in your teacher
preparedness program?
a. 0-3
b. 3-5
c. More than 5
5. How would you rate your confidence level in understanding cultural awareness? (or using
cultural awareness in your teaching?)
a. no confidence
b. slight confidence
c. moderate confidence
d. high confidence
6. Has your school district provided professional development on cultural awareness?
a. Yes
b. No
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7. What types of professional development on cultural awareness have been provided within
your school district? (check all that apply)
Job-Embedded: a part of the ongoing, regular work of instruction and related to
teaching and learning taking place in real time in the teaching and learning
environment
Data-Driven: based upon responsive real time information about the needs of
participants and the students
Classroom-Focused: related to the practices taking place during the teaching
process and relevant to instructional processes
Sustained: taking place over an extended period; longer than one day or a one-time
workshop
Intensive: focused on a discrete concept, practice, or program
Collaborative: involving multiple educators, educators and coaches or a set of
participants grappling with the same concept or practice and in which participants
work together to achieve shared understanding
8. The professional development opportunities my school district has offered on cultural
awareness have positively impacted my instructional practice (please choose one).
a. Strongly Agree
b. Agree
c. Neutral
d. Disagree
e. Strongly Disagree
9. Have you used any cultural awareness activities in your teaching?
a. Yes
b. No
c. Not sure
10. Please rank the types of professional development on cultural awareness you believe to be
most effective. Please use the scale of 1-6 with 1 as the most effective type.
Job-Embedded: a part of the ongoing, regular work of instruction and related to
teaching and learning taking place in real time in the teaching and learning
environment

40

Data-Driven: based upon responsive real time information about the needs of
participants and the students

7
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Classroom-Focused: related to the practices taking place during the teaching
process and relevant to instructional processes
Sustained: taking place over an extended period; longer than one day or a onetime workshop
Intensive: focused on a discrete concept, practice, or program
Collaborative: involving multiple educators, educators and coaches or a set of
participants grappling with the same concept or practice and in which participants
work together to achieve shared understanding

11. Do you desire more professional development and/or instruction on cultural awareness?
a. Yes
b. No
c. Not sure
Please write any additional comments regarding cultural awareness professional development:

Thank you for your participation.

